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There is a shortage of teachers in Canada qualified to teach in French; some researchers 
have suggested that this shortage is due to attrition. This study examined the retention in 
Manitoba of new teachers qualified to teach in French. Participants were 130 graduates 
from the only French teacher education program in the province. Attrition was minimal for 
these graduates. Through questionnaires and a small set of interviews, participants indi- 
cated that support from their colleagues and their experience-based pre-service training 
program facilitated their integration into the profession. They recommended mentorship 
programs and more attentive administrators to further enhance integration. 
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11 y a une penurie de professeurs de frangais qualifies au Canada ; certains chercheurs 
I'expliquent par Tattrition. Cette etude porte sur le maintien en poste des nouveaux pro- 
fesseurs de frangais qualifies au Manitoba. Les participants etaient 130 etudiants diplomes 
du seul programme de formation a Tenseignement du frangais dans cette province. 
L' attrition etait minimale pour ces etudiants. Dans les questionnaires et les quelques en- 
trevues effectuees, les participants ont indique que I'appui de leurs collegues et leur pro- 
gramme de formation initiale avaient facilite leur integration dans la profession. Ils ont 
recommande que des programmes de mentorat soient instaures et que les directions 
d'ecole soient plus attentives aux besoins des nouveaux professeurs en vue d'ameliorer 
leur integration. 

Mots cles : enseignants debutants, maintien en poste des enseignants, stage de formation, 
mentorat, enseignement du frangais 
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Although English and French are the official languages in Canada, re- 
flecfing ifs linguisfic dualify, a shorfage exisfs of feachers qualified for 
minorify, French firsf-language schools (Gilberf, FeTouze, Theriaulf, & 
Fandry, 2005) and for French immersion programs (Canadian Parenfs for 
French, 2004; Veilleux ef Trifes, 2005). Flowever, almosf no liferafure ex- 
plains fhe penury in fhese fwo parficular confexfs. Some U.S. researchers 
such as Darling-Hammond (2003) and Ingersoll and Smifh (2003) suggesf 
fhaf feacher shorfages are relafed fo new feachers leaving fhe profession 
in fhe firsf five years of fheir career. Considering fhe imporfance of fhese 
fwo programs in confribufing fo fhe developmenf of Canada's linguisfic 
dualify, if is imporfanf fhaf educafors begin fo beffer undersfand fhe 
realify surrounding fhe availability of feachers. 

The currenf sfudy examined fhe challenges facing new feachers who 
graduafed from fhe only French feacher educafion program in Manitoba: 
fheir affrifion rafe, fhe factors fhaf facilifafed fheir infegrafion info fhe 
profession, and ways fo beffer supporf fhem. In Manifoba, fhe College 
universifaire de Sainf-Boniface (CUSB) has fhe provincial mandate fo 
prepare all new feachers who will feach in French in fhe province. As a 
resulf, fhe majority of new feachers hired in Manifoba fo feach in minor- 
ify French firsf-language schools and in French immersion programs are 
graduafes of fhe French pre-service feacher educafion program offered af 
fhe CUSB (M. Bilodeau, personal communicafion, June 3, 2009). Gradu- 
afes from 2001 fo 2005 were asked fo complete quesfionnaires and some 
were selecfed fo parficipafe in follow-up interviews. 

Minorify French language schools are for French firsf-language sfu- 
denfs living in anglophone dominafed Ganada, whereas French immer- 
sion programs are for non-French-speaking sfudenfs in French language 
schools. All provinces excepf Alberfa and Nova Scofia reporf shorfages 
of qualified feachers in French immersion (Canadian Parenfs for French, 
2006). Shorfages of qualified feachers in minorify French firsf-language 
schools are reporfed parficularly in rural areas and in specialized fields 
such as special educafion and guidance (Gilberf, FeTouze, Theriaulf, 
&Fandry, 2005). Alfhough fhe role of fhe French firsf-language school as 
a socio-culfural cafalysf is well known (Gerin-Fajoie, 2006; Fandry ef 
Allard, 1999; Pafrimoine canadien, 2000) and fhe success of French im- 
mersion programs in fhe developmenf of Ganada's linguisfic dualify is 
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confirmed (Wesche, 2002), the shortage of teachers competent not only in 
French and in appropriate subject matter but also qualified to teach in 
either minority French first-language contexts or French immersion jeop- 
ardizes the vitality of both programs. 

No studies could be found that reported reasons for a teacher short- 
age in minority French first-language contexts. Fiowever, according to 
Canadian Parents for French (2006), the principal reasons for the teacher 
shortage in French immersion are retirement and too few new graduates. 
Although training more teachers would alleviate the problem, certain 
U.S. researchers have suggested there are enough teachers graduating 
but shortages are related to new teachers leaving the profession (Darling- 
FFammond, 2003) or teacher turnover (Ingersoll, 2001). Unfortunately, 
very few statistics are available in Canada to support these claims, and 
even fewer studies have been published in the context of teacher attrition 
and minority French and French immersion programs (Karsenti, Collin, 
Villeneuve, Dumouchol, & Roy, 2008). 

A body of research that has examined the challenges facing new 
teachers provides reasons why they leave the profession. Although a 
certain degree of challenge is important for professional growth, the abil- 
ity of new teachers to face challenges may be thwarted and result in col- 
lapse when they become overwhelming. The ability to overcome chal- 
lenges depends on a new teacher's resilience, or ability to adapt to diffi- 
cult situations. Characteristics of resiliency include both internal factors 
and external factors (La Fondation canadienne des bourses d' etudes du 
millenaire, 2007). Internal factors include self-confidence, perseverance, 
the ability to ask for help, resourcefulness, a realistic perception of one's 
environment, and the ability to reflect and make connections. External 
factors include support from peers who strive for achievement and suc- 
cess, a social network, family support, and institutional support. 

TEACHER ATTRITION 

Teacher attrition is considered one of the reasons contributing to teacher 
shortages. In the United States, up to 50 per cent of teachers leave the 
profession in their first five years (Darling-Hammond, 2003). In Ontario, 
20 to 30 per cent of teachers have stopped contributing to their Ontario 
Teachers' Pension Plan after three years of teaching (Ontario College of 
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Teachers, 2003). In Manitoba, recent statistics from the Manitoba Teach- 
ers Retirement Allowance Fund (B. Venuto, personal communication. 
May 1, 2008) show that 26 per cent of feachers have stopped confribufing 
fo fhe Teachers' Refiremenf Allowance Fund after fhe firsf five years of 
feaching. Furfhermore, almosf 27 per cenf of Manitoba's feachers are 51 
years old or older (Manifoba Teachers' Sociefy, 2007). This high forfh- 
coming feacher refiremenf could also confribufe fo a feacher shorfage. 
Alfhough fhe sfudenf populafion in Manifoba is decreasing, enrolmenfs 
in French immersion are increasing and enrolmenfs in French firsf- 
language programs are mainfaining enrolmenf (Manifoba Educafion, 
Cifoyermefe ef Jeunesse, 2007). Educafors musf fake measures fo refain 
fhe new feachers in fhe profession. 

Alfhough a cerfain amounf of fumover can be healfhy fo prevenf 
sfagnafion, if is less healfhy when fhe fumover is faking place wifh fhe 
young recruifs. New feachers, who can offer fresh ideas and energy, con- 
fribufe fo fhe renewal and maintenance of exisfing programs. Fiowever, 
fumover saps already meagre resources. School divisions musf devote 
affenfion, fime, and resources fo affracf new feachers. Once hired, fhey 
expend resources fo infegrafe new feachers info fhe school culfure. Eur- 
fhermore, fumover of new feachers can jeopardize school reform which 
requires long-ferm shared commifmenf (Yoke, 2003) 

New feachers leave fhe profession for a variefy of reasons. One rea- 
son often cited for feachers leaving fhe profession is inadequate pre- 
service framing. Russell, McPherson, and Marfin (2001) discuss fhe sfafe 
of pre-service framing programs in Canadian universifies, suggesfing 
fhaf fraditional fransmission model programs, which do nof necessarily 
adequafely prepare sfudenfs for fhe real world of feaching, perpefuafe 
gaps befween feacher preparafion and fhe responsibilify of full-fime 
feaching. On a scale of 1 fo 4 from safisfacfory fo unsafisfacfory, only 34.7 
per cenf of begirming feachers (n = 905) who responded fo a survey con- 
ducted by fhe Onfario College of Teachers (2003) described fheir prepar- 
edness for feaching following fheir feacher educafion program as safis- 
facfory. 

Darling-FFammond (2003) lisfs ways fo improve fhe rafe of feacher 
fumover: proper pre-service fraining, supporf for novice feachers, and 
improvemenf of working condifions. Darling-FFammond (2006) describes 
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three cornerstones that she believes are essential to achieve radically dif- 
ferent outcomes for feacher preparafion programs. She falks abouf co- 
herence and infegration in schools befween coursework and clinical 
work fo creafe a seamless experience of learning fo feach. She underlines 
fhe imporfance of an exfensive, well supervised clinical experience re- 
lafed fo course work using pedagogies fhaf link fheory and pracfice. And 
finally, she emphasizes fhe need fo place new feachers sfrafegically in 
settings where curriculum reforms and improvemenf inifiafives are sup- 
porfed, where cooperating feachers are frained fo become feacher educa- 
tors, and where sfate-of-fhe-arf pracfice is fhe goal. 

A second reason new feachers leave is related fo working conditions. 
Wifh respecf fo poor working condifions, researchers have pointed fo 
lack of resources and high sfudenf/feacher ratios (Loeb, Darling- 
Hammond, & Luczak, 2005), behaviour problems (Wufke, 2005; Kelly, 

2004) , and fo a lesser exfenf, inadequafe benefifs and salaries (Loeb, Dar- 
ling-Hammond, & Luczak, 2005; Luekens, Lyfer ,& Fox, 2004; Wufke, 

2005) . In her role as new feacher supporf provider in California, Paffer- 
son (2005) describes fhe often difficulf sifuafion facing novice feachers as 
hazing, defining fhe ferm as "insfifufional practices and policies fhaf re- 
sulf in new feachers experiencing poorer working condifions fhan fheir 
veferan colleagues" (p. 21). Alfhough fhese new feachers had fhe passion 
fo succeed, fhey were puf in sifuafions wifh fhe mosf difficulf courses, 
difficulf sfudenfs, and unfenable schedules. 

Induction programs combined wifh a menforing componenf hold 
promise fo help new feachers infegrafe info fhe profession (Carter & 
Francis, 2001; McCarm, Johnson, & Ricca, 2005; Serpell &Bozeman, 1999; 
Smifh & Ingersoll, 2005; Wong, 2004). Wong (2002) falks abouf fhe im- 
porfance of inducfion programs wifh on-going professional developmenf 
fhaf is sfrucfured and intensive and designed specifically for fhe needs of 
new teachers, combined with strong administrative support and mentor- 
ing. The role of adminisfrafors is crucial fo ensure supporf for new 
feachers (Wufke, 2005; Ingersoll, 2001; Johnson & Kardos, 2005). Gor- 
row's (2005) survey of undergraduate sfudenfs enrolled in her classroom 
managemenf course found fhaf sfudenfs wanfed fheir fufure adminisfra- 
fors fo supporf fhem in four ways: by supporfing feachers' decisions; by 
being physically visible in fhe school; by serving as insfrucfional re- 
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sources; by providing feedback to teachers about classroom manage- 
ment. 

TEACHER EDUCATION PROGRAM AT COLLEGE UNIVERSITAIRE 
DE SAINT BONIFAGE 

This study was carried out with a population of new teachers who were 
trained specifically to teach in French immersion or minority French lan- 
guage schools in Manitoba. The new teachers who participated were all 
graduates of an experience-based, pre-service teacher education program 
offered at Gollege universitaire de Saint-Boniface (GUSB).The GUSB has 
developed a pre-service teacher education program to reflect the prin- 
ciples outlined by Darling-Hammond (2006). The experience-based pro- 
gram is anchored in socio-constructivist principles, that is, students par- 
ticipate actively in constructing their knowledge in the social context 
both of the classroom and of the faculty. With full-time professors teach- 
ing undergraduate education courses and acting as faculty advisors, fac- 
ulty members believe that the possibility to create links between theory 
and practice is facilitated. The ultimate goal of the program is to socialize 
teacher candidates gradually into the teaching profession, to develop 
their pedagogical competencies, and to cultivate life-long learners. 

The Bachelor of Education degree offered at GUSB is a two year 
after-degree program. Admission to the program depends on an appli- 
cant's competence in French as determined by both a written and oral 
French test developed by the GUSB, as well as their GPA and profes- 
sional suitability dossier. Gompetence in French is considered a crucial 
component in educating qualified teachers for both French immersion 
and French first-language contexts. Approximately 45 pre-service teach- 
ers graduate each year from the program. 

In the first year of their program, teacher candidates attend classes at 
the faculty from September until the end of April with one two-week 
block of practicum in October and a second two-week block of practicum 
in February. In the second year, students are placed in classrooms from 
the beginning of September until the end of March. They attend classes 
at the faculty every Monday until mid-February at which point their 
classes at the faculty finish and they remain in their school placements 
full time. All communication at the faculty is in French. Teacher candi- 
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dates are placed either in French immersion classrooms or in French 
first-language programs to complete their practicum and the course 
work required by their professors af fhe faculfy. All assignmenfs relafed 
fo fhe second year are fully infegrafed info fhe feacher candidafes' prac- 
ficum. Preliminary sfudies have shown fhaf fhe experience-based pro- 
gram is successful in preparing new feachers for fhe realify of fhe feach- 
ing profession. For example, Ewarf (2001) conducfed inferviews wifh five 
graduafes of fhe program offered af CUSB. She found fhaf fhe infegra- 
fion info fhe profession for fhese new teachers was very smooth because 
they were socialized into the teaching profession by living fhe life of a 
feacher for an exfended period of fime and by collaborating wifh a com- 
munity of learners fo discuss learning fheory and ensuing pedagogical 
pracfices. in a subsequenf sfudy, Ewarf (2005) held group discussions 
wifh fhe collaborafing feachers who parficipafed as menfors in fhe ex- 
perience-based program af CUSB. These feachers sfafed fhaf fhe long- 
ferm field experience effecfively socialized feacher candidafe info fhe 
feaching profession, bofh in fhe classroom and fhe school. 

The educational community this faculty serves is relatively small, in- 
sular, and well known to faculty advisors, who, in consultation with 
school administrators, use certain criteria to choose collaborating teach- 
ers, the classroom teachers who work closely with the teacher candidates 
for fhe seven-monfh pracficum. Eaculfy have esfablished criferia for fhe 
practicum fhaf reflecf fhe concepfual framework and underlying as- 
sumpfions of fhe program. These criferia include fhe preferences of 
feacher candidafes, an accepfance on fhe parf of collaborafing feacher of 
a consfrucfivisf view of learning, a commifmenf of bofh parfners fo build 
a collaborative work environmenf, a commifmenf fo inquiry as a com- 
ponenf of learning, and fhe possibility of placing af leasf fwo sfudenfs in 
a school. A furfher criferion for immersion schools is preference fo fhose 
schools fhaf are besf able fo provide a linguistically rich Erench environ- 
menf. The selection of collaborafing feachers is a critical aspecf of fhe 
program because feacher candidafes spend approximafely seven monfhs 
in fheir exfended pracficum setting in fheir final year. If is also critical fo 
place feacher candidafes in classrooms fhaf reflecf fhe concepfual frame- 
work of fhe faculfy fo creafe cohesion and infegrafion befween fheir 
coursework and fheir pracficum. 
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PURPOSES OF THE STUDY 

One of the purposes of this study was to determine whether teacher at- 
trition in Manitoba contributes to the teacher shortage in minority French 
first-language and French immersion programs. Second, this study 
looked at the challenges facing new teachers and the factors that facili- 
tate their integration into the profession. Third, this study asked new 
teachers to suggest ways they might be better supported in their transi- 
tion into the profession. And finally, this study sought to consider 
whether the program that CUSB has contributed to the integration of 
new teachers into the profession. 

METHODS 

Participants 

The population for this study included the 207 students of the Faculte 
d'education at the CUSB in Manitoba who graduated from 2001 to 2005. 
The participants had from one to five years teaching experience. Of the 
207 graduates who were asked to participate, 130 teachers returned the 
questionnaire (return rate of 63%). Of this sample, nine participants (7%) 
had left the profession, three (2%) never taught, and the remaining 118 
(91%) were currently teaching. The rate of participation for each of the 
five graduation years varied from 51 per cent to 69 per cent. Before the 
participants were admitted to the Faculte d'education, a little more than 
half (54%) of them graduated from French first-language high schools in 
Manitoba and one third (31%) were graduates of French immersion high 
schools in Manitoba. The rest (15%) of the participants were either 
graduates of another program or were educated in another province or 
country before being admitted. Ninety-two per cent of the participants in 
this study had attended the experience-based, teacher education pro- 
gram at CUSB (the other 8 per cent attended the faculty-based program 
that was in place in 2001). 

Data Collection Method 

An explanatory mixed method design was used (Cresswell, 2008) to al- 
low initially for the collection of quantitative data followed by qualita- 
tive data. The first phase of the research involved a questionnaire. The 
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second phase of the data collection involved follow-up interviews with 
five participants, designed to elaborate on the findings of the question- 
naires. 

Questionnaires. Based on the questionnaire administered by the On- 
tario College of Teachers (May, 2003) as part of its "Transition into 
Teaching Study," one questiormaire was prepared for teachers who had 
left the profession and the second questiormaire, for those teachers who 
continued (See Appendix). The key purposes for the questionnaires were 
to identify the following information: factors that facilitated the integra- 
tion of new teachers into the profession, challenges they faced, recom- 
mendations on how to better support new teachers, and recommenda- 
tions with respect to pre-service education. 

Four of the questions, which included a list of possible responses to 
choose from, provided a space for written comments. These questions 
asked participants to identify factors that posed challenges, factors that 
facilitated their transition into the profession, and factors that would 
have helped them as new teachers. They were also asked to share their 
career plans. 

Four open-ended questions asked participants to identify their pre- 
sent challenges or, as the case might be, reasons for leaving the profes- 
sion, to comment on their pre-service training, to make suggestions to 
support new teachers, and to comment on whether they would recom- 
mend the teaching profession to others. The list of graduates and their 
addresses was available through the CUSB, and the questionnaires were 
mailed via Canada Post after ethics approval was obtained. Two remind- 
ers were sent out. 

Interviews. The purpose of the interviews was to further investigate 
key findings from the questionnaires. Therefore, the researcher con- 
ducted the interviews with participants who were chosen according to 
the quality of their written responses on their questionnaires with re- 
spect to mentorship programs, the role of colleagues, and the role of 
school administrators. Because all these participants had experienced the 
same pre-service training, this factor was not a selection criterion. 

Letters were sent to eleven potential participants, three males and 
eight females, three were graduates of a French immersion program and 
eight were graduates of a French first-language program, and, at the 
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time of the study, eight taught in French immersion schools and three 
taught in minority French first-language schools. Five of the eleven 
teachers agreed to be interviewed. Jean (all interviewees have been given 
pseudonyms) was 37 and taught social sciences to twelve to fourteen 
year old students in a French first-language school. Fiis teaching assign- 
ment did not match his area of expertise which was high school chemis- 
try and mathematics. Raymonde was 29 and taught in a grade 4/5 com- 
bined classroom (nine and ten year old students) in a French immersion 
school. Sarah- Anne, 29, taught part-time in a grade 3/4 combined class- 
room (eight and nine year old students) in a French immersion school. 
Vanessa, 28, taught grade 3 (eight year old students) in a French immer- 
sion school. Lizarme, 32, and taught high school mathematics in a dual- 
track French immersion high school. All the interviewees graduated in 
2005 except Lizarme who graduated in 2001. 

Each interview lasted approximately thirty minutes. Three questions 
guided the semi-structured, one-on-one interviews: one question asked 
interviewees to describe the support they received from colleagues, an- 
other question addressed the role of administrators in helping new 
teachers, and the last question asked them to comment on the strengths 
and weaknesses of their pre-service program. Ewart (the author of this 
article) conducted the interviews and although she was one of the in- 
structors at CUSB, the interviewees' comments about their pre-service 
training did not deviate from the responses on the questiormaires. 

Data Analysis 

Questionnaires. In analysing the data from the questiormaires, the fre- 
quency with which certain answers were chosen was calculated in per- 
centages with the assistance of SPSS (2004). The written responses as 
well as the open-ended questions were analyzed and categorized accord- 
ing to emerging themes with the help of NUD’^IST (2002). The written 
responses were compared to the descriptive statistics obtained from the 
frequency tables of selected responses. The comparison involved looking 
for similarities and differences between the written responses and the 
descriptive statistics. In some cases the written responses reflected the 
descriptive statistics and in other cases, the written responses revealed 
data that were unavailable in the list of supplied possible responses. 
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Interviews. The interviews, which were audio-taped and transcribed 
using Dragon Naturally Speaking (2007), were subsequently analyzed 
using NUD’^IST (2002). The analysis began with detailed coding of one 
transcript. The categories developed from fhe firsf franscripf were fhen 
applied fo subsequenf franscripfs. Additional coding cafegories were 
added as needed fo reflecf fhe dafa of fhe remaining franscripfs. The 
analysis of fhe inferview franscripfs was recursive. In ofher words, any 
new cafegory fhaf fhe researcher added was fhen applied fo all previous 
franscripfs. All dafa were collecfed in French. 

FINDINGS 

The key findings of fhe sfudy are nofed below. Firsf, fhe affrifion rafe of 
fhese parficipanfs was very low. Second, as shown in Table 1, alfhough 
fhe mosf common challenges identified were classroom managemenf 
and evaluation, almosf half fhe parficipanfs did nof idenfify fhese facfors 
as challenges fo fheir infegrafion info fhe profession. In ofher words, fhe 
parficipanfs did nof overwhelmingly choose any one particular chal- 
lenge. Third, as shown in Table 2, fhe mosf common facfors fhaf facili- 
fafed fheir fransifion info fhe profession were fheir pre-service framing 
and supporf from fheir colleagues, facfors chosen overwhelming by fhe 
majorify of fhe parficipanfs. And fourfh, as shown in Table 3, fhese par- 
ficipanfs recommended a mentorship program as well as more attentive 
adminisfrafors fo furfher facilifafe new teachers' fransifion info fhe pro- 
fession. 

Low Attrition Rates 

Refenfion rates of parficipanfs of fhis sfudy, graduates from fhe Faculfe 
d'educafionaf CUSB , reveal fhaf 91 per cenf (118 parficipanfs) were 
feaching, 2 per cenf (3 parficipanfs) never faughf, and 7 per cenf (9 par- 
ficipanfs) left fhe profession. Of fhose fhree (2%) who never faughf, one 
parficipanf was nof offered a position, anofher refumed fo her previous 
employmenf because her leave expired, and anofher realized after her 
pracficum experience fhaf feaching was nof for her. For fhose nine (7%) 
who left fhe profession, fheir reasons for quiffing varied from sfaying 
home wifh young children (3 parficipanfs), obligation fo refum fo pre- 
vious profession (1 parficipanf), unsuccessful application for sfudy leave 
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(1 participant), difficulties with the school administration (2 partici- 
pants), inability to find a feaching posifion (1 parficipanf), or sfress re- 
lafed sickness (1 parficipanf). The researcher has chosen nof fo reporf fhe 
responses of fhe nine parficipanfs who leff feaching because six of fhem 
planned fo refum fo feaching, including fhe fhree parficipanfs on mafer- 
nify leave. As a resulf, only fhree of fhe nine inf ended fo leave fhe pro- 
fession permanenfly. This negligible number shows fhaf affrifion is nof 
subsfanfial for fhis group of graduafes. 

The dafa from fhis sfudy show fhaf fhe affrifion rafe of new feachers 
in Manitoba graduafing from an experience-based, teacher educafion 
program sifs af seven per cenf. To verify fhaf fhis affrifion rafe was rep- 
resenfafive of fhe enfire populafion, fhaf is fhe 130 new feachers who 
chose fo parficipafe and fhe 77 new feachers who chose nof fo parfici- 
pafe, fhe researcher used fhe dafa base of Manifoba Educafion Cifoyen- 
nefe ef Jeunesse (M. Bilodeau, personal communicafion. May 20, 2008) 
for fhe CUSB graduafes, which reported fhaf eighf (10%) of fhe 77 feach- 
ers never faughf in Manifoba and eighf (10%) had leff fhe profession by 
fhe end of 2007, fhe year fhe sfudy was conducfed. These dafa increase 
fhe affrifion rafe of fhe fofal populafion of graduafes from 2001-2005 (207 
graduates) from fhe experience-based, teacher program from seven per 
cenf fo eighf per cenf. Wifh such a low affrifion rafe, if is interesting fo 
torn attention fo fhe challenges fhaf faced fhese new feachers and fhe 
factors fhaf facilifafed fheir fransifion info fhe profession. 

Participants Seemed Well-Prepared to Face Challenges 

When asked abouf fhe challenges fhey faced af fhe oufsef of fheir careers, 
fhe responses were fairly evenly disfribufed across fhe fhirfeen choices 
(see Table 1). Alfhough fhe fhree mosf prevalenf challenges were class- 
room managemenf, evaluation, and lack of resources, almosf half fhe 
respondenfs did nof idenfify fhem. Classroom managemenf garnered fhe 
mosf responses wifh 61 per cenf of fhe parficipanfs selecfing if and, ac- 
cording fo written commenfs, particularly as if related fo sfudenfs wifh 
special needs. Evaluation was indicafed as a challenge by 53 per cenf of 
fhe parficipanfs. Written commenfs suggesf fhaf fhe challenges wifh 
evaluafion were relafed fo reporf cards. Lack of resources was chosen by 
48 per cenf of fhe parficipanfs, and written commenfs poinfed fo a lack of 
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maferials in French. From fhe 40 written commenfs, cerfain challenges 
emerged fhaf were nof included in fhe choices offered on fhe question- 
naire. Nine (22%) of fhe parficipanfs expressed frusfrafion wifh fhe lack 
of fime necessary fo fulfill fheir professional obligations. Seven (17%) 
parficipanfs felf fhey did nof receive proper supporf from fheir school 
adminisfrafors. 

Table 1 

Facfors Thaf Challenged Infegrafion info fhe Profession 

Challenging factors 

Percentage of teachers who 
identified factor (n=118) 

Classroom management 

61% 

Student evaluation 

52.5% 

Lack of resources 

48.3% 

Lesson planning 

44.1% 

Language competency of my students 

35.6% 

Parent-teacher relations 

28.8% 

My teaching assignment not correspond- 
ing to the level at which I was trained 

25.4% 

Teaching strategies and techniques 

20.3% 

My teaching assignment not correspond- 
ing to the subjects for which I was trained 

19.5% 

Obligation to participate in extra-curric- 
ular activities 

18.6% 

Differentiated instruction 

17.8% 

My language competency 

9.3% 

Relations with my colleagues 

7.6% 

Other 

28.8% 


The question regarding present challenges was an open-ended ques- 
tion to which 105 participants (89%) responded. These responses tend to 
mirror the responses provided regarding challenges at the outset of their 
careers. Again, classroom management was the most prevalent chal- 
lenge. Forty-three per cent (43%) of fhe respondenfs wrofe abouf fhe 
challenges presenfed in managing children wifh behaviour problems as 
well as fhose wifh learning difficulties. Twenty-one per cent (21%) of fhe 
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participants wrote about the lack of time to fulfill fheir professional re- 
sponsibilities. They suggesfed fhey were so busy wifh exfracurricular 
acfivifies, committees, or paperwork fhaf fhey found if very difficulf fo 
balance fheir personal and professional lives. Differenfiafing insfrucfion 
and evaluafion fo meef fhe various needs of fhe learners was identified 
by 13 per cenf of fhe parficipanfs as challenges fhey were encounfering af 
fhe time of parficipafing in fhe sfudy. 

The Importance of Networking and Pre-Service Training to Professional 
Integration 

This quesfion, which asked new feachers abouf fhe facfors fhaf facilifafed 
fheir fransifion info fhe profession, had eighf possible responses as well 
as room for written commenfs (see Table 2). The mosf common response 
chosen by 82 per cenf of fhe parficipanfs was "supporf from my col- 
leagues." No ofher answer fo any quesfion on fhe quesfionnaire garnered 
such a high frequency of responses. Forfy-one (35%) parficipanfs in- 
cluded written commenfs and fhe role of colleagues was reiferafed in 
eighf of fhem. They mentioned fhe imporfance of being able fo ask ofher 
feachers quesfions and fo share resources. 

The second mosf widely chosen facfor in facilifafing infegrafion info 
fhe profession was fhe parficipanfs' pre-service framing. This response 
was chosen by 79 per cenf of fhe parficipanfs. Furfhermore, 73 per cenf of 
fhe parficipanfs said fheir collaborafing feacher, a key player in fheir pre- 
service framing, facilifafed fheir fransifion. The wriffen commenfs spoke 
specifically fo fhe facf fhaf fheir pre-service framing offered fhem an ex- 
fensive pracficum experience in fhe final year of fheir degree. 

One hundred fwelve of fhe 118 (95%) respondenfs answered fhe 
open-ended quesfion fhaf asked for commenfs on fheir pre-service fram- 
ing. Only one parficipanf expressed dissatisfaction wifh his pre-service 
fraining and 97 of fhe 112 (87%) respondenfs wrofe favourable com- 
menfs. There was general consensus fhaf fhe exf ended pracficum was fhe 
sfrengfh of fhe program. Some parficipanfs specifically mentioned fhe 
value of fhe pracficum and ofhers falked abouf fheir pre-service fraining 
exposing fhem fo fhe "realify" of feaching. Their commenfs were 
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Table 2 

Facfors Thaf Facilifafed Infegrafion info fhe Profession 

Facilifafing facfor 

Percentage of feachers who 
idenfified facfor (n=118) 

Support from my colleagues 

82.1% 

My pre-service training 

78.6% 

Interaction with students 

75.2% 

Support from my collaborating teacher 

72.6% 

Teaching assignment which corresponded 
to the level at which I did my training 

63.2% 

Support from the administration 

53% 

Teaching assignment which corresponded 
to the subjects for which I was trained 

47% 

Mentorship program 

24.8% 

Other 

23.9% 


overwhelmingly supportive with the word "excellent" used to describe 
the program in 26 per cent of the written comments and words such as 
"good program" or "good preparation" used in the other 74 per cent. 

The interviews also reflected the graduates' high level of safisfacfion 
wifh fheir pre-service framing. Af fhe oufsef of her inferview, when 
asked whaf facilifafed her infegrafion info fhe profession, Raymonde 
sfafed: 

One of the reasons that I believe I am one of the best trained teachers in Canada is the 
program at the College which gives you support for a whole year not only with respect to 
what teaching is, but how to develop relations with parents, what is involved in report 
cards, written assignments. (Raymonde) 

Lizarme, who compared her pre-service framing wifh fhaf of her 
friends from ofher programs, said, "I started my career with more resources 
particularly because of my student teaching experience." Sarah- Arme said fhaf 
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her practicum during her teacher training and the fact that she accepted 
a part-time position in the school where she trained were the key ele- 
ments in ensuring her smooth transition into the profession. Vanessa 
said her fransifion info fhe profession was very easy because of fhe ex- 
perience-based program offered by fhe College. She said her pre-service 
fraining prepared her fo parficipafe on committees, go fo meefings, and 
live fhe life of a feacher. She said if was a "real" experience. Parficipanfs 
were very safisfied wifh fheir pre-service fraining. 

Mentorship Programs and More Attentive Administrators Are Necessary Sup- 
ports for New Teachers 

The quesfion, "Whaf could have furfher helped your infegrafion info fhe 
profession" offered six possible responses, wifh space for wriffen com- 
menfs (See Table 3). Parficipanfs mosf often idenfified menforship pro- 
grams and more affenfive adminisfrafors as necessary supporfs for new 
feachers. Fiffy-fhree (45%) of fhe respondenfs chose fo wrife commenfs. 
One suggesfion fo emerge from fhe wriffen commenfs revolved around 
fhe workload in fhe firsf year of feaching. 

Mentorship Programs Are Necessary Supports for New Teachers. The fac- 
for fhaf received fhe mosf supporf was a menforship program wifh forty- 
four per cenf of fhe parficipanfs choosing if as a suggesfion for supporf af 
fhe onsef of fheir careers. The wriffen responses poinfed fo fhe imporf- 
ance of having more opporfunifies for fhe kind of supporf offered by a 
mentor. Almosf half fhe feachers who remained in fhe profession wrote 
commenfs abouf fheir need fo nefwork wifh ofher feachers, parficularly 
fhose wifh experience who faughf af fhe same level or faughf fhe same 
courses. Some parficipanfs menfioned fhaf fhey would have liked more 
opporfunifies for sharing resources, feaching sfrafegies, lesson plans, or 
classroom experiences. Some wanfed ideas for dealing wifh classroom 
managemenf. Ofhers spoke of fhe need fo have someone fo answer ques- 
fions, solve problems, or confide in. Some parficipanfs wanfed a chance 
fo observe in ofher classrooms. 




Retention of New teachers in Minority French 


489 


Table 3 

Factors That Would Have Facilitated New Teachers Integrate Into the 

Profession 

Factors which would have facilitated integra- 

Percentage of teachers 

tion into the profession 

who identified factor 
(n=118) 

Mentorship program 

44.1% 

A more attentive administration 

30.5% 

Having a teaching assignment that corresponds 
to the level of my training 

23.7% 

Having a teaching assignment that corresponds 
to the subjects I was trained to teach 

16% 

Fair salary 

15.3% 

More cooperative colleagues 

15.3% 

Other 

29.7% 


All interviewees had experienced some kind of transition program 
for new teachers. Jean's experience was limited to three of four work- 
shops offered by the provincial teachers' association. He appreciated the 
suggestions given to him on classroom management and the possibility 
to discuss with other teachers their experiences as new teachers. Vanessa 
and Lizanne benefited from both the provincial workshops and four half 
days that their school division offered on topics such as classroom man- 
agement, organization, and student evaluation. Vanessa also had a men- 
tor assigned to her at the school. Although she appreciated her mentor's 
help, she said there was often little time to meet. And Lizarme, who be- 
gan her career in the same school division as Vanessa, found that the 
divisional in-services for new teachers were not beneficial to her because 
they were not grade, discipline, or program (English versus French im- 
mersion) specific. However, she appreciated the practicality of the work- 
shops offered by the provincial teachers' association. When Lizanne ap- 
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preached the administration of her school about the possibility of an in- 
school menfor, fhe adminisfrafion fold her fo find one on her own. 

Sarah- Anne sfarfed her career wifh a parf-fime position and besides 
her framing, she sfafed fhaf fhe facf she did nof fake a full time position 
rendered her fransifion info fhe profession relatively seamless. Once 
Sarah- Anne gof a full time confracf, she found herself enrolled in her 
division's fransifion program wifh her colleague Raymonde. Their pro- 
gram provided fhem wifh four sources of supporf: a divisional menfor 
whose responsibilify was fo work specifically wifh French immersion 
feachers; an in-school colleague or "buddy"; professional dialogue ses- 
sions; and professional developmenf opporfunifies. They spoke very en- 
fhusiasfically of fhe fransifion program offered fo fhem. Bofh Raymonde 
and Sarah- Anne commenfed on fhe imporfance of having an in-school 
menfor or "buddy": 

At the school level, they try to find you a buddy. 1 was paired with a teacher who taught 
grades three and four and I taught grade four. It was excellent, partly because the school 
organised it but also because she was an incredible person who gave me lots of advice and 
other things. So if you do not have a buddy, you have to find a person, because there are 
so many things that only someone from the school can know. The administration can't 
answer all your questions. (Raymonde) 

For Sarah-Anne, fhe imporfance of having a colleague was invaluable. 
She commenfed. 

New teachers should not feel shy to ask questions. If you are shy and don't ask for help, at 
some point in time it will be too much [...] You have to share resources. The bell rings, 
there is a crisis in your class, I can ask for help. 'Do you have pencils? Where are the 
flashlights?' There was a pancake breakfast, and I didn't know what to expect. I was told 
to arrive early to make sure I got my parking spot. If you are new you have no idea what 
to expect. (Sarah-Anne) 

Alfhough Jean had a difficulf fransifion, he was quick fo poinf ouf 
fhaf his colleagues were always ready fo help. And Lizarme, who did nof 
benefif from fhe supporf of her colleagues eifher formally fhrough men- 
torship program or informally fhrough school initiatives, sfafed fhaf lack 
of supporf from her colleagues was her biggesf challenge. All parfici- 
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pants appreciated some aspects of programming that had been put in 
place to support their transition. The role of in-school mentors appeared 
to be pivofal fo fheir smoofh infegrafion. 

More Attentive Administrators Are Necessary to Support New Teachers. 
The second mosf common facfor idenfified by teachers fo facilifafe fran- 
sifion info fhe profession was a more affenfive adminisfrafor. Thirty-one 
per cent of fhe feachers chose fhis facfor. The wriffen commenfs suggesf 
fhaf parficipanfs wanfed adminisfrafors fo reduce workloads, increase 
plarming fime and limif exfra dufies, provide classroom placemenfs fhaf 
opfimized chances for success, and facilifafe parficipafion in professional 
developmenf acfivifies. Several parficipanfs menfioned fhaf adminisfra- 
fors should receive special fraining fo facilifafe fhe fransifion of new 
feachers. 

One suggesfion fhaf emerged from fhe wriffen commenfs revolved 
around fhe workload in fhe firsf year of feaching. Ten parficipanfs wrote 
abouf fhe possibilify of a workload fhaf would be less fhan 100 per cenf. 
Ofhers (eighf) suggesfed more fime for planning and less exfra-curricular 
obligafions. Reducing fhe number of sfudenfs in a new feacher's class- 
room, limifing fhe number of new courses fo teach, and limifing fhe 
number of sfudenfs wifh special needs were ofher suggesfions. And an- 
ofher eighf parficipanfs suggesfed fhey would have benefifed from more 
informafion on a series of fopics including classroom managemenf, 
counselling, and dealing wifh sfudenfs wifh special needs. 

The inferviews explained in more defail fhe role of an exemplary 
adminisfrafor. The interviewees falked abouf adminisfrafors providing 
resources such as mentors, having realisfic expecfafions, visifing class- 
rooms and providing feedback, and supporfing feachers' decisions. 

Sarah- Anne felf an adminisfrafor should provide new feachers wifh 
menfors who have been carefully chosen fo supporf new feachers. Li- 
zanne, who worked in a dual-frack school fhaf offered bofh an English 
program and a French immersion program, said adminisfrafors musf be 
able fo communicafe in French, provide fhe necessary curriculum docu- 
menfs, and have nof only a good undersfanding of fhe immersion pro- 
gram, buf also supporf for if. 

Vanessa and Jean falked abouf fhe imporfance of adminisfrafors hav- 
ing realisfic expecfafions and acknowledging teachers' efforfs. Vanessa 
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said that administrators should be sensitive to the feelings of new feach- 
ers who may be nervous or overwhelmed. They musf undersfand fhe 
imporfance for new feachers fo find a balance befween fheir professional 
life and fheir personal life and hence be more flexible wifh respecf fo ex- 
pecfafions for commiffee work and exfracurricular acfivifies. Jean falked 
abouf fhe challenges he faced wifh classroom managemenf. He said fhaf 
adminisfrafors musf undersfand fhaf new feachers need fo be "cuf a liffle 
slack." Vanessa summed up her discussion of affribufes of good admin- 
isfrafors, saying fhey musf remember fo acknowledge fhe work of feach- 
ers, an acf fhaf she believed was crucial fo ensure a posifive school cul- 
fure. Having experienced a variefy of feaching posifions af fhe oufsef of 
her career, Vanessa felf exfremely validafed when one of her principals 
presenfed her wifh flowers affer she organized a falenf nighf af fhe 
school. 

Raymonde and Sarah- Anne discussed fhe imporfance of adminisfra- 
fors visifing classrooms and providing feedback. Sarah- Anne nofed how 
her principal offered supporf and builf a relafionship. She said. 

In the first month, he [the principal] came once a week not to observe me but to assure me 
he was there if I needed anything. It was important to me because I didn't want to feel 
alone. When the doors are closed, you are alone and there is no one else around. Then 
there is an emergency. Knowing that the principal is present in the halls reassured me. 
(Sarah-Anne) 

These imprompfu visifs were imporfanf fo Sarah-Anne because fhey 
helped minimize her feelings of isolafion. Raymonde appreciafed fhe 
regular classroom visifs and fhe feedback her principal provided fo im- 
prove her feaching. She spoke of her relafionship wifh her principal fhus: 

I was very comfortable with my teaching but also with the principal. She made me feel at 
ease. 'I am here to help you, I want you to succeed, yes, I will evaluate you, I want you to 
get a [permanent] position. I will come but I will look for many different things, both the 
good things and those that you can improve. ' She really calmed me. However, I was used 
to regular visits from my faculty advisor so it was less stressful when my principal came. 
(Raymonde) 
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They appreciated their principals' being present in their classrooms 
often, to offer advice, encouragemenf, or assisfance. 

Finally, fwo of fhe inferviewees, Vanessa and Raymonde, falked 
abouf fhe imporfance of adminisfrafors supporfing feachers' decisions. 
Vanessa said adminisfrafors musf be ready fo supporf feachers in diffi- 
culf sifuafions wifh parenfs. She said adminisfrafors should nof overfum 
a feacher's decision abouf a sfudenf ouf of fear of parenfs. Ofherwise, 
"You feel like your power has been usurped. It is very important to feel you are 
supported [by fhe adminisfrafor]." Raymonde also spoke nof only of an 
adminisfrafor's role wifh difficulf parenfs, buf also of fhe imporfance of 
an adminisfrafor being physically presenf in fhe school. Alfhough Ray- 
monde had fhe benefif of an in-school menfor, she said if was imporfanf 
fhaf fhe principal be available for cerfain consulfafions. 

One of our problems was that our school is small and the principal was often gone. Some- 
times 1 said to myself 1 am going to have a problem with this parent or, there is a con- 
flict between these two students. ' It is important that you have someone who you can 
consult who is your superior. You can see your in-school mentor, but you want to be sure 
your principal will support your decisions. (Raymonde) 

The inferviewees had very clear expecfafions for fheir principals. 
They saw fhem as playing crucial roles in providing resources, having 
realisfic expecfafions, providing feedback, and supporfing teachers' deci- 
sions. 

Participants Plan to Remain in Teaching 

Only one of fhe feachers declared fhaf he or she would like fo change 
professions and five parficipanfs foresaw a change in fheir profession af 
some fufure poinf in fime. The ofher 96 per cenf plarmed fo sfay in feach- 
ing; however, fheir decision was nof wifhouf cerfain changes fo fheir 
presenf sfafus, which included fransfers fo ofher schools, fransfers fo 
ofher grade levels, or pursuing fheir sfudies fo fake on new roles wifhin 
fhe educafion field. For example, 35 per cenf of fhe parficipanfs said fhey 
would like fo change schools, 38 per cenf said fhey would like fo change 
levels, and 10 per cenf said fhey would like fo swifch programs (for ex- 
ample, moving from a French immersion program fo a French firsf lan- 
guage program). Fiffy-five per cenf of fhe parficipanfs expressed an in- 
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terest in pursuing their university education. The areas of further studies 
to garnered the most interest were special needs, administration, and 
counselling. 

Teaching Is a Vocation 

Five (4%) of fhe 118 parficipanfs who sfayed in fhe leaching profession 
would nof recommend fhe profession fo ofhers. These parficipanfs 1am- 
enfed fhe work load, fhe sfress, and fhe inabilify fo balance fheir profes- 
sional life wifh fheir personal life. Of fhe five who would nof recommend 
leaching, fhree responded fhaf fhey planned fo quif. 

The majorify of fhose who recommended leaching fo ofhers did so 
wifh caveafs. Thirfeen (11%) said fhey would recommend leaching buf 
fhaf inferesfed candidafes should be aware fhaf if is a very demanding 
profession. Ofhers (16%) said fhey would recommend leaching only fo 
fhose who were passionafe abouf working wifh children. The word pas- 
sion recurred frequenfly in fhe commenfs. They falked abouf leaching 
being a vocafion: fhaf candidafes should be sure fhey wanfed fo leach, 
fhaf leaching was a calling, and fhaf fhe challenges inherenf in leaching 
were worfhwhile only if prospecfive candidafes had a passion for leach- 
ing. Almosf half fhe parficipanfs falked abouf cerfain characferisfics 
essenfial fo success as a feacher. These included being responsible, crea- 
five, dynamic, mofivafed, collaborafive, energefic, engaged, confidenf, 
and liking challenges. Pafience, flexibilify, and a love of children were 
fhe characferisfics fhe recurred mosf frequenfly. Generally, fhe parfici- 
panfs who recommended fhe profession wifhouf brackefing fheir rec- 
ommendafion wifh a cerfain caveaf spoke of fhe rewards of leaching in 
ferms of fhe safisfacfion fhey received from inferacfing wifh fheir sfu- 
denfs and wafching fhem succeed. 

DISCUSSION 

The affrifion rale for feachers in Manifoba is 26 per cenf (TRAP, 2007) 
affer fhe firs! five years of leaching. The affrifion rale for fhe parficipanfs 
for fhis sfudy, fhe graduafes of CUSB's feacher educafion program, is 
seven per cenf. Because CUSB is responsible for fraining all feachers of 
French in Manifoba, and fhe affrifion rale of fhese graduafes is relafively 
low, affrifion does nof appear a facfor confribufing fo a shorfage in Mani- 
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toba of qualified feachers in French immersion and minorify French lan- 
guage programs. To undersfand fhe low affrifion rafe of fhe parficipanfs 
in fhis sfudy, if is inferesfing fo look af fhe challenges and fhe facilifafing 
factors presenf af fhe oufsef of fheir career, parficularly in terms of fheir 
resilience fo difficulf sifuafions. 

The challenges facing fhe parficipanfs af fhe oufsef of fheir careers 
were classroom managemenf, lack of resources, and evaluafion. These 
findings are nof new fo fhe liferafure (Brock & Grady, 1997; Veenman, 
1984). A recenf Manifoba Teachers' Sociefy (2008) opinion poll showed 
fhaf sfudenf behaviour has surpassed class size as Manifoba feachers' 
number one concern. If seems, fhen, fhaf sfudenf behaviour poses a chal- 
lenge nof only fo new feachers, buf also fo experienced feachers. ITow- 
ever, alfhough classroom managemenf, lack of resources, and evaluafion 
were fhe factors mosf often idenfified posing as challenges fo fhe CUSB 
graduates, 39 per cenf of fhe parficipanfs did nof idenfify classroom 
managemenf and nearly half fhe parficipanfs did nof idenfify eifher 
evaluafion or lack of resources as challenges. If appears fhaf alfhough 
fhese new feachers idenfified cerfain challenges, none were shared over- 
whelmingly by fhe majority of the participants. 

One explanation for the low attrition rates may be related to the 
support that these participants received at the outset of their career. 
Eighty-two per cent (82%) of the participants chose "support from my 
colleagues" as a factor that facilitated their transition into the profession. 
These graduates found jobs in schools where staff were ready to support 
new teachers and where the new teachers felt confident enough to ask 
for support. The kinds of support offered by their colleagues is an exter- 
nal factor often mentioned in research on resiliency (Bondy & McKenzie, 
1999; Wilson & Ferch, 2005). Furthermore, it is not surprising that these 
participants called for the importance of networking and supportive ad- 
ministrators as recommendations for further facilitating new teachers' 
integration into the profession. 

Another factor that could contribute to the low attrition rates has to 
do with the fact that the graduates of CUSB's experience-based program 
began their teaching careers in schools that offered programs similar to 
their own school experiences, either French immersion or French first- 
language schools. In many cases, these new teachers returned to the 
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same school division they attended as students. As a result, they were 
often familiar wifh fhe confexf. This finding corroborafes Yeager, Mar- 
shall, and Madsen's (2003) conclusion fhaf fhe affrifion rafe for novice 
feachers who grew up in rural areas in mid-wesfem Unifed Sfafes and 
who were feaching in rural areas was half fhe nafional average; fhey af- 
fribufed fhis higher refenfion rafe fo fhe facf fhaf fhe feachers in fheir 
sfudy were feaching in similar sifuafions fo fhose fhey had experienced 
as sfudenfs. 

The pre-service framing fhese parficipanfs received was also seen as 
a facilifafing factor. This high level of safisfacfion wifh fheir pre-service 
fraining is in confrasf wifh ofher sfudies fhaf poinf fo inadequafe pre- 
service framing as a possible reason why new feachers leave fhe profes- 
sion. For example, fhe Onfario College of Teachers (2003) reporfed fhaf 
only 34 per cenf of fhe firsf-year feachers fhoughf fheir faculfy of educa- 
fion preparafion for feaching was safisfacfory and anofher 40 per cenf 
rafed if somewhaf safisfacfory. Alfhough inadequafe pre-service fraining 
has been cited as a reason why new feachers leave fhe profession, fhe 
graduafes of CUSB's experience-based program claimed fheir pre-service 
fraining facilifafed fheir infegrafion info fhe profession. Perhaps fhe cor- 
nerstones suggesfed by Darling-Hammond (2006) as essenfial fo proper 
pre-service fraining are reflecfed in fhe experience-based program of- 
fered af CUSB: 

...tight coherence and integration among courses and between course work and 
clinical work in schools, extensive and intensely supervised clinical work inte- 
grated with course work pedagogies that link theory and practice, and closer, 
proactive relationships with schools that serve diverse learners effectively and 
develop and model good teaching, (p. 300) 

It would therefore seem plausible fhaf fhe pre-service fraining of fhe 
CUSB feachers confribufed fo fheir resiliency and fo a smoofh fransifion 
info fhe profession and subsequenfly, a low affrifion rafe. 

A final inferesfing poinf wifh respecf fo affrifion is fhaf 96 per cenf of 
fhe feachers in fhe sample reporfed fhaf fhey liked feaching and fhe same 
number reporfed fhaf fhey planned fo remain in fhe profession. If seems 
unlikely, fhen, fhaf affrifion rafes would rise affer CUSB feachers have 
completed five years of teaching. 
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Limitations to this study include the fact that 92 per cent of fhe par- 
ficipanfs were graduafes of one parficular feacher educafion program 
and fherefore, fhe resulfs are nof necessarily generalizable fo ofher popu- 
lafions. Also, fhe refurn rafe on fhe quesfiormaires was 63 per cenf of fhe 
fofal number of graduafes from 2001-2005. As a resulf, fhe sfudy does nof 
reporf on fhe 27 per cenf or 77 graduafes who did nof parficipafe. In 
some cases, fhe requesfs fo parficipafe were undeliverable and in ofher 
cases fhe parficipanfs chose nof fo parficipafe. 

SUMMARY 

The purpose of fhis sfudy was fo defermine whefher new feacher affri- 
fion is a realify in minority French and French immersion programs in 
Manitoba and, if so, whaf facfors pose challenges fo new feachers. If af- 
frifion is nof a factor, whaf facfors facilifafe fhe fransifion of new feachers 
info fhe profession? Finally, fhis sfudy fried fo defermine whefher an 
experience-based, feacher preparafion program is an enabling facfor for 
new feachers adapting fo fhe profession. 

New feacher affrifion does nof appear fo be a realify for fhe gradu- 
afes of an experience-based, pre-service feacher educafion program. The 
facfors fhaf facilifafe fheir integration info fhe profession include supporf 
from fheir colleagues fo share resources and answer quesfions, and fheir 
pre-service framing fhaf included an exfensive pracficum experience in 
fhe final year of fheir degree. The parficipanfs recommended a mentor- 
ship program fo facilifafe new feachers' integration info fhe profession 
fhaf would permif nefworking wifh experienced feachers and profes- 
sional developmenf opporfunifies; fhey also recommended adminisfra- 
fors who could provide resources, have realistic expecfafions, give feed- 
back, and supporf feachers' decisions. 

Implications 

Several implications can be drawn from fhis sfudy. Firsf, school disfricfs 
should investigate fransifion programs in fhe confexf of French immer- 
sion and minority French first language classrooms to facilitate new 
teacher integration into the profession. Second, new feachers idenfified 
evaluafion and classroom managemenf as challenges. As a resulf, admin- 
isfrafors and pre-service feacher educators should be in consfanf renewal 
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to ensure they are serving the present generation of learners and the 
changing role of schools in sociefy particularly as if perfains fo fhe inclu- 
sion of all learners. Third, due fo the high level of safisfacfion of fhese 
parficipanfs wifh respecf fo fheir pre-service framing, faculties of educa- 
fion may wanf fo look af fhe experience-based model offered af fhe 
CUSB. 

In ferms of implications for furfher research, feacher affrifion does 
nof seem fo be an issue in Manitoba for French immersion and minority 
French first-language classrooms. It could be that the shortage of teach- 
ers compefenf fo feach in fhese fwo programs may be linked fo too few 
graduates. If fhis is fhe case, research should be conducted fo uncover 
sfrafegies fo recruif qualified feachers fo French immersion and minority 
French contexts to alleviate the teacher shortage in these two programs. 
More specifically, as suggesfed by Deparfmenf of Canadian Flerifage 
(2004), scholarships should be offered fo affracf promising sfudenfs fo 
B.Ed. programs parficularly fhose fhaf require an initial degree for ad- 
mission. Second, bursaries should be offered fo give prospecfive sfudenfs 
an opporfunify fo improve fheir compefency in fhe French language so 
fhey are able fo meef language admission criteria. 
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Appendix 

Questionnaire pour les enseignants qui choisissent de rester dans la 

profession 


# de participant : 

1. De quelle ecole as-tu regu ton diplome d'etudes secondaire? 

a) Ecole frangaise au Manitoba 

(laquelle?) 

b) Ecole d'immersion au Manitoba 

(laquelle?) 

c) Ecole frangaise d'une autre province 

(quelle province?) 

d) Ecole d'immersion d'une autre province 

(quelle province?) 

e) Autre (specifie) 

2. De quelle universite as-tu re^u ton premier baccalaureat? (cache) 

a) College universitaire de Saint Boniface 

b) Universite du Manitoba 

c) Universite de Wirmipeg 

d) Autre (specifie) 

3. Quelle est la nature de ton premier baccalaureat. (i.e., Bacca- 
laureat es lettres, Baccalaureat es sciences, etc.)? 


4. Quelles etaient tes concentrations, majeure et mineure, dans ton 
premier baccalaureat? 

a) Majeure 

b) Mineure 

5. Quels sont les autres degres, diplomes post-secondaires, (i.e., 
certificat d'ouvrier specialise, diplome d'etudes collegiales, etc.) 
que tu as regus, a 1' exception de ton premier baccalaureat? 
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6. Quelle formation a I'enseignement as-tu choisi? (cache) 

a) Enseignement elementaire 

b) Enseignement secondaire 

7. Combien d'annees d' enseignement as-tu completees? _ 

8. Dans quel(s) programme(s) as-tu enseigne? 

(cache la(au les) repanse(s) apprapriee(s)) 

a) Programme d'immersion 

b) Programme frangais 

c) Programme anglais 

d) Autre : 


9. Quelle etait ta charge de travail au debut de ta carriere? 


10. Quelle est ta charge de travail maintenant? 


11. Qu'est-ce qui a facilite ton integration a la profession? 

(cache la (au les) repanse(s) apprapriee(s)) 

a) Ma formation m'a bien prepare 

b) L'appui de I'administration 

c) L'appui de mes collegues 

d) L'appui de mon professeur cooperant dans mes 


stages 
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e) L'occasion d'enseigner le(s) niveau(x) qui cor- 

respondait(aient) a ma formation 

f) L'occasion d'enseigner la(les) discipline(s) qui 

correspondait(aient) a ma formation 

g) L'interaction avec les eleves 

h) Le programme de mentorat offert par la division 

i) Autres elements qui ont facilite ton integration a la pro- 
fession, ou precisions sur les reponses choisies : 



12. Quels etaient tes defis? (cache la (ou les) reponse(s) appropriee(s)) 

a) De ne pas avoir eu l'occasion d'enseigner le(s) 

niveau(x) qui correspondait(aient) a ma formation 

b) De ne pas avoir eu l'occasion d'enseigner la(les) 

discipline(s) qui correspondait(aient) a ma formation 

c) Les obligations de participer aux activites paras- 

colaires 

d) La gestion de classe 

e) Les relations parents-maitres 

f) La planification 

g) L'evaluation des eleves 

h) Les techniques et les strategies d'enseignement 

i) Mes competences langagieres 

j) La pedagogie differenciee 

k) Les relations avec les collegues 

l) Le manque de ressources 

m) Les competences langagieres des eleves 

n) Autres elements qui ont pose des defis, ou precisions sur 
les reponses choisies : 
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14. Qu'est-ce qui aurait pu t'appuyer davantage? 

(cache la (ou les) reponse(s) appropriee(s)) 

a) Un programme de mentorat 

b) L'occasion d'enseigner le(s) niveau(x) qui cor- 

respondait(aient) a ma formation 

c) L'occasion d'enseigner la(les) discipline(s) qui 

correspondait(aient) a ma formation 

d) Une administration de I'ecole plus attentive a 

mes besoins 

e) Des collegues plus cooperatifs 

f) Un salaire equitable 

g) Autres choses qui auraient pu etre fait pour mieux ap- 
puyer ton insertion a la profession, ou precisions sur les 
reponses choisies : 


15. Quels sont tes plans de carriere? (cache la (au les) repanse(s) ap- 
prapriee(s)) 

a) Rester la ou je suis 

b) Changer de niveau 

c) Changer d'ecole 

d) Changer de programme 

e) Poursuivre mes etudes 

f) Poursuivre dans le domaine de 

I'orthopedagogie 

g) Poursuivre dans le domaine de 1' administration 
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h) Autre plans, ou precisions sur les reponses choisies : 


16. Est-ce que tu recommanderais la profession de I'enseignement a 
d'autres personnes? Explique ta reponse : 



17. As-tu des suggestions sur comment mieux appuyer les nou- 
veaux enseignants? 



18. As-tu des suggestions sur comment mieux appuyer les etudiants 
en education? 



19. As-tu des commentaires sur le Programme de formation en mi- 
lieu scolaire offert au College universitaire de Saint-Boniface? 





